The purpose of this multiple instrumental case study (Stake, 2005 (Stake, , 2006 was to explore approaches of four high school instrumental music educators assuming the role of facilitative teacher in responding to challenges affecting the social and emotional well-being of their students. This study utilized the framework of social emotional learning as a lens to view the educators' interactions. The four participants represented diverse demographic settings and had at least 10 years of instrumental music teaching experience. Findings and implications include strategies for providing support, unique elements of the instrumental music classroom, and perceived outcomes from providing support.
Past Literature
Musical and extra-musical benefits are possible from participation in school music programs. Academic (musical) outcomes are often the focus of classroom music instruction; however, other areas of development are possible as well, specifically, confidence, connection, character, and caring (Barrett & Bond, 2014) . Further, expanding the objectives of school curricular music to include student culture and their well-being focusing on the future lives of youths as well as musicianship is gaining critical attention (Allsup, Westerlund, & Shieh, 2012) .
It is the goal of a facilitative teacher to capitalize on positive teacher student relationships to guide and motivate students. The foundation of facilitative teaching comes from a leadership style valuing the expertise of those the leader is leading-in the case of facilitative teachers, valuing the perspective and expertise of the students. It is the opposite of directive teaching or simply imparting knowledge. A teacher's philosophy attempting to be facilitative includes the characteristics of: (a) changing the role of teacher to guide, coach, and advisor; (b) encouraging student ownership and empowerment; (c) instilling a natural discussion and decision-making process; and (d) using challenges as opportunities (Elam & Duckenfield, 2002, p. 8) .
Facilitative teachers can have a profound effect on their students' development, including passion for the subject, social stability, emotional competence, and future career choice. Because of this influence, students could be more apt to approach these educators for help with their challenges. A prominent component of instrumental music educators' jobs can be supporting students with their challenges:
It is a fact that music teachers develop close relationships with students who share their common interest in music. It is true that some students request their music teacher's advice and understanding regarding personal decisions. The more knowledge and skills music teachers have in [counseling and communicative] skills, the better prepared they will be to assist students who seek their help and guidance. (Wagner, 1985, p. 1) It is common for students to approach teachers for support in the music ensemble classroom:
"Because of the unique nature of the ensemble experience, coupled with the opportunity for extended instruction, music educators can closely monitor the well-being of their students" (Carter, 2011, p. 30) . For some students, the social environment of ensemble participation is a primary motivator for participation.
The music classroom is a rich environment with musical and extra-musical benefits. Research suggests music teachers have great influence on their students (Rickels et al., 2010) and their classrooms can have powerful meanings for music students, ranging from a music room feeling like a second home (Adderley, Kennedy, & Berz, 2003) to influencing student career and college major choice (Rickels, et al., 2010) . Sewell (1985) surveyed 150 instrumental music educators in Florida on their role as counselor in one of the only music education studies addressing the support of student social and emotional challenges explicitly. Findings indicated that 99% of respondents stated that they functioned as a counselor for students and 98% felt it was their responsibility to do so. Only 15.2% had training in counseling. Further, 93.3% of the teachers stated that students solicit their opinions and advice on personal matters, regardless of whether the teachers believed it was their role or they had received training in counseling.
The music classroom can be a place for social and emotional growth. Emotionally, students advance because of responsibility, commitment, perseverance, and self-discipline fostered in band classrooms. This can result in increased self-esteem, self-confidence, life skills and selfknowledge.
Teachers have often used the inherent attributes of music to offer students a variety of opportunities to practice many of the skills they need to resolve life's daily challenges successfully. The ability to commit to a project or goal, to understand how personal success is often tied to the success of others, and to realize that there are many ways to measure and experience success are all examples of skills that enhance a student's ability to achieve objectives in both the music classroom and elsewhere. In education, such skills are referred to as societal and emotional skills. (McClung, 2000, p. 37) McClung (2000) highlights social emotional learning as extra-musical skills that should be taught in music classrooms.
Methodology
A qualitative instrumental case study methodology was chosen to gain a holistic perspective of the participants in the individual settings (Stake, 2005 (Stake, , 2006 . I defined the bounded systems as each band program during Winter 2012, including all instrumental ensembles the participants taught (concert band, jazz band, and percussion ensembles). The instrumental music educators, all of their students, and band parents comprised the participants within each program. Stake (2005) suggested that an instrumental case study could provide "insight into an issue or redraw a generalization. The case is of secondary interest, it plays a supportive role, and it facilitates our understanding of something else" (p. 437). Four bounded systems were chosen to explore this phenomenon, resulting in a multiple case study (Stake, 2006) . To adequately illustrate each case, elements of narrative inquiry were also utilized (Barrett & Stauffer, 2012; Merriam, 2009), described as "the use of stories as data, and more specifically, first-person accounts of experience told in story form" (Merriam, 2009, p. 32) . The narratives were constructed from a psychological approach, which "concentrates more on the personal, including thoughts and motivations" (Merriam, 2009, p. 33) . In music education research, Stauffer (2014) states, "narrative inquiry is not merely storytelling; rather narrative inquiry in music education is scholarly engagement with stories of experience as a means of interrogating critical matters in education, in music, and the world" (p. 180).
Data included: instrumental music educator interviews (three each), an instrumental music educator focus group (one), student focus groups (one for each setting with one male and one female student from each grade 9-12 selected by the instrumental music educators), parent interviews (one from each setting, including a phone interview from Atwater HS, e-mail correspondence from Branford HS, in person interview from Cobblestone HS, none from Drake HS); and observations (three full days at each setting). This diversity of data represents the depth needed for case study research and also increases trustworthiness due to data triangulation (Denzin, 1978) . The diversity of roles that the participants assumed (music educator, parent, student) and modalities of data provided varied internal validity. All transcripts were sent to participants to ensure that I was accurately interpreting their perceptions in text form. Finally, my experiences conducting prior research and experience as an instrumental music educator allowed me to interpret the observation and interview data critically.
Participant Selection and Data Collection
The four participant high school instrumental music (band) programs (grades 9-12) were selected based upon the instrumental music educator's reputation as having caring relationships with his/her students and exhibiting characteristics of a facilitative teacher (Wittmer & Myrick, 1980) , and having at least 10 years of professional band directing experience. In addition, the cases were selected to represent diverse settings. I chose two male and two female instrumental music educators representing urban, suburban, and rural settings as defined by Hall, Kaufman and Ricketts (2006) 1 . All four of the instrumental music educators were White. Public perception of caring teachers, as determined by discussions with area teachers and university student teaching supervisors, was the primary criterion in initial participant instrumental music educator selection. Based upon this initial list I scheduled observations with these teachers in their classrooms to confirm these teachers as facilitative and caring. Four of the five teachers I observed were chosen as participants. I utilized a purposeful, criterion-based sampling strategy seeking maximum variation (Patton, 2002) . See Table 1 for instrumental music educator participant and school demographics. To develop assertions, I maintained a document of potential codes comprised of key ideas arising out of data collection. Based on these preliminary codes, pieces of data from the interview transcriptions and observation field notes were attached until codes were formalized and saturated. This was conducted initially with individual cases and then compared across cases.
The meaning of the individual cases was then ascertained by comparing findings with the research questions, and other cases. Codes and categories were created using an outline format.
The patterns were initially influenced by the research questions but expanded to allow for emergent coding. The data were then organized into findings categories. I cautiously approached naturalistic generalizations to ensure that I was not overstepping the boundaries of my findings.
Based on the experiences of the four participant instrumental music educators, I arrived at suggestions for future research and participants. The kids came and swiped my regular podium-I was livid. I had everyone searching all over the school for this podium. They came back for the Christmas concert, had made that podium and had one of the local guys carpet it. Wrote "Sir" on it and all that stuff.
That was my 'ah hah moment' when I said I can be somebody different in class. I didn't have to be that mean nasty person all the time. We could share, and love, and care, and hug, and everything else. Last year I put a student in a leadership position in the marching band. He struggled with his interactions with one particular peer in general. There were many times when he was in my office…But I like to think that by the end that by taking the time to talk instead of saying, "UGH forget about it, I'm so sick of this drama," that he hopefully grew a little bit. I remember he was one of these people that if he didn't get his way he would throw a little temper tantrum. So eventually I gave him the opportunity to be a leader. By the end he actually had a better way of dealing with people. (Re-storied from Ms. Catherine
Interview 2, January 6, 2012)
Ms. Danielle, Drake HS. The band program at Drake HS includes two concert bands (symphony band and wind ensemble), marching band, jazz combos, and a percussion ensemble.
There are two instrumental music educators; the other teaches exclusively orchestra. Ms.
Danielle has 13 years of experience. Drake is being classified as suburban, but exhibits many urban characteristics (as defined by Hall, Kaufman, & Ricketts, 2006) , including large nonWhite population, the presence of a variety of income levels, and a substantial population of low socio-economic levels. This school is located in a lower resourced part of the district and is attracting families and students leaving Detroit as it is experiencing profound hardship. Drake is the largest community in this study at almost 97,000 people. The Support
Due to their lack of preparation as counselors, there were certain challenges the participants felt were beyond their ability to support. All participants were aware of mandatory reporting laws and the participants knew that any issues such as abuse, neglect, or suicidal tendencies or treats were beyond their jurisdiction and must be reported to their administrators or school counselors. 
How Instrumental Music Educators Provide Support
One of the most difficult elements in providing support for students' challenges was that every situation was unique. When asked, "How do you support your students with their challenges?" the instrumental music educators struggled to articulate specific answers because each situation . Her students felt that she was successful in this awareness: "She can tell when you're having a bad day" (Devon, Drake HS, student focus group, February 1, 2012).
"You're all welcome." 10 The participant instrumental music educators attempted to create a classroom environment conducive to facilitative teaching. This occurred by creating a positive, relaxed environment where everyone was comfortable and allowing musical focus to help alleviate distress. "It's going to be a place where you're all welcome, where everybody's equal and everybody feels like they belong" (Mr. Andrew, Interview 3, February 13, 2012). Ms.
Danielle realized students could not be forced to be good humans; however, being in a socially and emotionally rich setting could prove effective: "The only thing we can do is control the environment that they're going to walk into. We can't control the kid... Make it an experience they'll feel good about" (Ms. Danielle, Interview 3, February 15, 2012).
The students at Cobblestone HS appreciated the ability to leave their stresses and challenges at the door. Ms. Catherine facilitated this by executing a musically focused rehearsal.
I think that when she tells us to get to work it kind of switches our minds so it's harder to think about other things. We have to think entirely about music. That puts us in an entirely different mindset. It separates us and creates a distance from what problems we have to just getting the music. It puts us almost in a different world where we can almost meditate through the music. (Casey, Cobblestone HS, student focus group, January 27,
2012)
It also helped Caleb: "When I go to band I can set aside all my problems and it's band class. I can play the whole hour and enjoy myself and set aside all my problems. That's probably the only class I can really do that" (Caleb, Cobblestone HS, student focus group, January 27, 2012).
The instrumental music educators created these settings largely through high-quality teaching.
Through observations, I discovered finely tuned educators teaching effectively, musically, and inter-personally. I was able to find examples of SEL and facilitative teaching; however, it was largely in the context of effective teaching. Specifically, a) developing schedules and routines; b)
providing smooth transitions; c) giving clear, positive directions; d) establishing and enforcing clear rules, limits, and consequences; e) ignoring behavior when appropriate; and f) using positive feedback and encouragement. (Kottler & Kottler, 2007) .
Mr. Brandon believed a listening-first perspective was counter-intuitive for instrumental music educators: "We're so ready as music educators to fix. We fix kids, we fix music, we fix notes, we fix school problems, you name it, we fix it. Sometimes as music educators we have to stop fixing and start listening. As much as I need to listen to them play, I need to listen to them being human so that I can be a better teacher" (Mr. Brandon, Interview 3, January 30, 2012).
"The best thing I can do is model." 12
The participant instrumental music educators modeled healthy behavior regularly for their students. This took the form of musical modeling, conflict resolution, and problem solving. "The best thing I can do is model how I solve problems in the classroom as a way for them to solve problems in their lives. So, how I deal with frustration with students, how I deal with problems that occur, and treating people with respect and that kind of stuff is a good life lesson for this as a way you can chose to do this" (Mr.
Andrew, Interview 1, February 3, 2012).
Instrumental Music Classroom Influence on Support
The participants suggested there were elements influencing support connected to the music education classroom including continuity and the importance of music making. Another unique element of the music education classroom was the collaborative music making relationship between instrumental music educator (conductor) and student (performer):
"It really opens up that collaborative feel and also helps, in general, these kinds of discussions
[support] with kids. You build relationships much stronger. Something about performing with other people and being under pressure together where they have to rely on me and I have to rely on them" (Mr. Andrew, Interview 3, February 13, 2012).
Students also felt there was a collaborative element to band class that was unique from other classes:
In a normal class, math class, the teacher, they do everything. There was also an inherent emotional connection and therapeutic quality to music. "Music itself is a therapy. 'My day could be going horrible, but just playing, the actual art of making music has made such a difference'" (Mr. Andrew, Interview 3, February 13, 2012). This could be attributed to a link between music and emotion: "Music is an emotional art. It's about expressing emotion and if you're going in and just teaching the craft side of it without the art side of it, without the emotional side of it, connecting with people, you're missing a lot of the music" (Mr.
Mr. Brandon felt the emotional connection to music, as well. "Music really comes to the core of being personal. You really can't succeed in music without giving something of yourself" (Mr.
Brandon, Interview 3, January 30, 2012). Bridget felt that this emotional connection with the music was a catalyst for the relationship she built with Mr. Brandon. "A lot of the reason it's easy to connect to your band teacher is because band is an emotional thing. You have to get into the music" (Bridget, Branford HS, student focus group, February 10, 2012). This emotional connection to the music and each other put the instrumental music educators in prime positions to serve as facilitative teachers.
Student Outcomes from Being in a Facilitative Classroom
The students were able to belong to something by being in the band. Dennis felt this: "I've made some of the best friends I have now in band. I go to those friends" (Dennis, Drake HS, student focus group, February 1, 2012). Clara described the importance of her sense of belonging and the possible alternative: "Without band I'd probably be just some lonely kid in the school" (Clara,
Cobblestone HS, student focus group, January 27, 2012).
Students from all four settings articulated how they felt a close relationship with their instrumental music educator and have bonded with them. The students at Atwater HS stated how close they felt to Mr. Andrew: "I've had to find people to be good role models and father-figures for me. At Atwater HS that is Andrew" (Austin, Atwater HS, student focus group, February 28, Danielle, her teaching, and her class.
Discussion
The multitude of roles that instrumental music educators fill is diverse and time-consuming. The instrumental music educators navigated these roles with relative ease, but more importantly they readily accepted the role of facilitative teacher. They were able to address musical and extramusical concerns, simultaneously focused on preparing students for their future lives (Allsup, Westerlund, & Shieh, 2012; Barrett & Bond, 2014) . Their model suggests the roles of music educator and facilitative teacher need not be mutually exclusive and can interact simultaneously, but not without challenge. With time commitments being of utmost concern for music educators (Conway, 2008) , the ability to support students with their challenges in the context of their classrooms seemed critical to these instrumental music educators.
There is a stigma attached to band directors relating to a tendency to be dictatorial from the podium (Allsup & Benedict, 2008) . The participant instrumental music educators offered an alternative, facilitative model-one of caring, compassion, and respect. There was a necessity for a certain level of teacher-driven interaction, but always with the best intention of the students being the primary concern. The teacher can maintain the role of mentor and leader of their classroom but, as these instrumental music educators demonstrated, they are driven by care for their students.
As facilitative teachers, the participant instrumental music educators looked to provide the students with skills to address their challenges. This took the form of leadership education and "teaching them to be better humans" (Mr. Brandon, Interview 1, December 12, 2011); a skillbased approach is consistent with how SEL can be taught (Zins & Elias, 2006) . These instrumental music educators built positive teacher/student relationships (as surmised by the instrumental music educator interviews, student focus groups, and observations) and the results were stronger socialization in the school setting and fewer instances of misbehavior (Bergin & Bergin, 2009; Fraser & Walberg, 2005; Schlichte, Stroud & Girdley, 2006) . The foundation of being a facilitative teacher for the participant instrumental music educators was demonstrating the disposition to show care, compassion, and respect in their classrooms. While not explicitly being referred to as SEL, the components of self-awareness, social awareness, responsible decision-making, relationship management, and self-management were at the foundation of the facilitative teaching.
It was evident that students cooperated more with a teacher with whom they had a positive teacher/student relationship. In addition, the participant instrumental music educators suggested that being a facilitative teacher not only increased cooperation, but also productivity and musical performance quality. Positive teacher/student relationships can result in increased academic (musical) performance (Fraser & Walberg, 2005) . These findings counter the assumption that time spent on facilitative teaching reduces the time available for enhancing musical outcomes.
However, the issue of teacher stress is of major concern due to the already overwhelming challenges facing instrumental music educators, including student discipline, physical exhaustion, isolation, and scheduling (Conway & Garlock, 2002) . Providing support, especially as a novice teacher, could add additional stress. While not suggesting that teachers avoid providing support, it could be prudent to be aware of the possible stress and time commitment that such an endeavor could present. As these facilitative music educators moved beyond musical instruction in their classrooms they discovered a different set of challenges beyond those of merely teaching music.
They were reluctant to be counselors, but longed to help students in a personal manner (Allsup, Westerlund, & Shieh, 2012) . The rewards highlighted above came with a heavy personal price for the music educators. As teachers choose whether or not to engage students in a facilitative manner, especially in band classes reaching over 100 students, careful thinking needs to occur regarding how to best serve students musically and personally.
The issue of teacher preparation, balance, and professional safety are inherently problematic in facilitative teaching. Questions regarding how facilitative teachers learn to do this safely, balance interpersonal support with pedagogical responsibilities, and interact with students on this level without advising beyond their expertise, all essentially remain. However, the stories of the students and instrumental music educators are a testament to the positive value of supporting students with their challenges.
Conclusion and Suggestions
While not intended to serve as a guidebook, these experiences and suggestions could serve as a resource for teachers looking for guidance in this area. The critical first step to providing support to students was to make time for the individual. Time is a limited commodity for music teachers (Conway, 2008) ; however, with student interactions being one of the primary concerns for beginning teachers, this seems to be an area where time is warranted. With proper teacher/student relationships facilitating a decrease in classroom management issues, better socialization, and increased academic (musical) performance (Bergin & Bergin, 2009; Fraser & Walberg, 2005; Schlichte, Stroud, & Girdley, 2006) , time and attention in this domain could decrease areas cited as beginning teacher difficulties 13 .
While the findings from this study are not inherently surprising, one of the most profound benefits coming from this study was to establish empirical findings for what we, as music educators, have anecdotally touted as benefits for participation in music education. Music education advocacy points such as the benefits from longitudinal continuity with the same teacher, and the social benefits of participation in ensembles, have emerged as powerful findings from this study. These findings, however important for the lives of the participant instrumental music educators and their students, are not substantial enough to measure social and emotional growth for the students. Experimental studies measuring social and emotional competencies in varied settings and points in students' music education would be beneficial to determine the true power of a facilitative music educator in the social emotional lives of their students. To do this accurately, music-specific evaluation tools to measure students' musical, social, and emotional competencies would be required. Further interaction with the adolescent development literature would be necessary for this type of inquiry. findings from this study suggest they could be equally as powerful in music education classrooms.
This study looked specifically at high school instrumental band classrooms and their teachers.
Replicating this study with a broader population would provide more breadth for this vein of research. Varied student age groups and curricular classes should be investigated, including elementary, middle school, choir, orchestral, and general music settings. Another element for diversifying the population could be years of teaching experience. An evaluation of how novice teachers navigate supporting students could provide further insight as to how to prepare facilitative teachers.
In an era when advocacy is necessary to maintain music education in schools, highlighting the musical, social, and emotional benefits from music education is a powerful argument. Mr. 
